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Introduction and Acknowledgments

This guidebook presents a “collaborative” or team-based model of workplace basic
education developed from 1994 through 1997 in New York State under a grant from the U.S.

Department of Education.

The guide is written particularly for “practitioners” -- the adult educators and company
and union representatives who do the work of planning, carrying out, and evaluating basic skills-
related activities in the workplace. The project and the guidebook make no pretentions about
having “the perfect model” which should be replicated in all other workplace education settings.
Rather, our statewide team attempted -- through a three-year research and development
project - to field-test some ideas and then share our experience with others.

We have attempted to make this document accessible Iwith a user-friendly tone and
format) and useful (with plenty of examples and resource persons and references for follow-up).
The project team llisted in Chapter 7) hopes that you feel free to adapt our ideas. We also
welcome questions and feedback. :

The author thanks the funder (the U.S. Department of Educationl; the coordinating
agency (the New York State Education Department); the adult educators, employers, and union
representatives (listed in Chapter 7] who used their creativity to make things happen at the sites;
and the learners who participated in this project.

We present our experience with the hope that this important form of adult learning,
organizational change, and economic development will get the support it needs.




CHAPTER 1

Where We Started:

Background,

Assumptions which Guided Us,
and
Components of the Project Model

Background
In November 1994, the New York State Education Department (NYSED) launched

*Collaborative Learning for Continuous Improvement” (or *CLCI"), a three-year workplace
education project in seven workplaces in upstate New York. Funded by the National
Workplace Literacy Program of the U.S. Department of Education, this project was designed to
test a team approach to workplace education which linked adult education methods to
companies attempting to shift toward a high performance organizational model.

The seven sites which participated in the project were:

0 Albany International in East Greenbush (manufacturing of paper machine fabric)
[0 Albany International in Menands (manufacturing of paper machine fabric)

0 Albany International in Homer manufacturing of monofilaments for paper machine

fabric)
[0 Eastman Kodak in Rochester (photographic products manufacturing)
0 Delphi (General Motors) in Rochester lautomotive manufacturing)

[0 EG&G Wright Components in Phelps (aerospace parts manufacturing)

0 Elmira Stamping in Elmira (metal stamping products)
Assumptions which guided us

This seven-site project was coordinated by a Central Planning Team (CPT) composed of
representatives from the sites, the project coordinator (the New York State Education
Department’s workplace education specialist), two evaluation consultants, and a curriculum
advisor. The CPT provided a forum in which key players in the project could define objectives
and concepts to be tested in the project.




In designing the project model, the CPT agreed to try out a team-based problem-solving
curriculum linked to a high-performance organizational development model. CPT members
hoped to implement a “team problem solving” approach at three levels: in site-level educational
planning teams, in the classroom at each site, and across sites via the CPT.

The CPT wanted to test some ideas which we had previously developed ourselves and
which we had seen others developing in the fields of adult basic education, workplace education
and training, and organizational development. Here are some assumptions we based this new
model on:

[ Participating employers were interested in problem-solving, teamwork, and higher-level
SCANS competencies and not just low-level reading, writing, and math skills. (*SCANS" is a
list of work-related basic skills developed by the Department of Labor).

[ Participating companies were trying to move toward a “high-performance” model,
emphasizing teamwork and problem-solving.

[0 Good workplace education practice requires . . .

... collaborative learning llearning and decision-making in teams, reflective of how

decisions are made and knowledge is shared in the workplacel;

.. . @ broader mix of basic skills (rather than focusing solely on a few isolated reading,
writing, or math tasks);:

e ils with w improvements and employee development (to
make learning relevant to both the employer and employsesl; and

. .. customized measures (Each site was to develop its own ways of assessing learner
needs and interests and documenting progress. Sites were not required to use any kind of
standardized reading test, as it was felt that those kinds of tests did not measure the more
complex kinds of contextualized skills to be focused on in the project. Sites were
encouraged to try to adapt a portfolio assessment model to their particular situations, and
to include group and individual learning projects as evidence of individual achievement.)

[ Employers, learners, and other stakeholders need to be involved in the process of setting

goals, planning learning activities, and monitoring them.

[0 Companies need to support what learners learn, or it will likely be forgotten. (Companies

need to internalize and continue to support learning.)

[0 The education providers had a commitment to the CLCI model and the skills and creativity

required to carry it out.

The CPT wanted to go beyond conceiving of workplace basic skills as “reading work
orders” and move into the more reflective and complex kinds of skills which employers were
asking for. These were also the kinds of skills and knowledge described in the SCANS report
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and similar documents.

In putting together the project, NYSED attempted to identify companies which had an
active interest in the team problem-solving curriculum which NYSED had in mind. Participating
companies were also assumed to be moving toward a “high-performance” organizational model
which emphasized employee education, teamwork, quality, and related concepts. It was hoped
that a participatory, team-based, problem-solving curriculum would naturally fit with such
workplace improvement efforts.

Components of the CLCl model

CLC| drew on models of team-based workplace education developed in Massachusetts,
Canada, and elsewhere. The model emphasized stakeholder involvement in identifying learning
needs, setting goals, designing and carrying out learning activities, and designing and implementing
activities for individual assessment and program evaluation. By involving stakeholders in these
ways, it was hoped that those stakeholders would better understand and support the education
program and make sure it stayed relevant to their needs.

Stakeholders at each site would be organized in educational planning teams (EPTs) which
would go through a process of planning, implementing, monitoring, fine-tuning, and reporting on
program activities. In many cases, sites would repeat these activities a number of times over
three years, as they completed one set of learning activities and then went on to plan another
round. These activities would also often be going on at the same time and thus the following
program components should not be seen as linear but more as a recursive cycle or spiral.

Here are the activities which educators and representatives of other stakeholder groups
would be responsible for at each site:

1. Conduct initial discussions to identify who at the site is interested in exploring setting up an
employee education initiative.

2. Create an educational planning team (EPT).

3. Conduct a workplace needs assessment (WNA to clarify:
(a) the company’s and workers’ goals for improvement;
(b) factors which block or support progress toward those goals;
(c) whether and how basic skills is a factor;

(d) whether and how basic skills-related activities might help the company and workers
meet their improvement goals; and

(e) how basic skills-related activities might be integrated with other improvement initiatives
which the company and workers are involved in.
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4. Conduct individual needs assessments to clarify where individuals “fit” in the above
assessment of organizational needs and possible basic-skills-related activities.

5. Develop basic-skills-related activities based on that needs assessment.

6. Carry out staff development activities, to hire, prepare, and support staff to carry out the
basic-skills-related activities.

7. Plan a program evaluation strategy.

8. Schedule activities and prepare facilities.

10. Conduct learner recruitment

11_Implement instructional, assessment, and program evaluation activities.

12. Conduct ongoing monitoring of progress and fine-tuning of activities (formative evaluation)
13. Carry out an end-of-cycle evaluation to identify program impacts and best practices and

make decisions about “next steps.”

What actually happened

Shown above are assumptions and components which we field-tested over three years. How
(and how well) these ideas worked varied from site to site.

The remainder of this guidebook describes how the sites actually interpreted this model. Chapters
2 through 7 describe how the sites implemented the various program components and the lessons
learned from that experience.  Readers are also invited to read the evaluation consultants’
reports (See Chapter 8.) for discussions of what actually happened when the above assumptions
were tested in reality.




CHAPTER 2

The Educational Planning Team
(EPT)

Chapter 1refers to an upwardly-mobile “spiral” of program components or activities
which each project site was to presumably carry out during the three-year project. On that
spiral, one of the first things a site was to do was to pull together an educational planning team

(EPT).

This chapter presents (a) the rationale behind the educational planning team concept,
(b) éhle guidelines we prepared for setting up an EPT, and (c) how the sites interpreted those
guidelines.

Why use an educational planning team?

The Central Planning Team felt that a site-level multi-stakeholder planning team was vital
for these reasons:

0 To succeed, workplace education programs need to have the active involvement of all

key stakeholders: worker-learners, managers, supervisors, union representatives, and
education providers. Their involvement helps the program to be a true partnership.
Through ongoing communication with other stakeholders, education staff can more
effectively identify and respond to those stakeholders’ interests; in turn, those
stakeholders can more easily understand and support the program.

0 To facilitate this involvement, programs need user-friendly ways of involving busy

stakeholders. Just as they need to prepare for their work with learners in the classroom,
education staff also need to prepare carefully for how they communicate and work with
other stakeholders.

0 An education planning team composed of representatives from the various stakeholder

groups can provide g forum for communication among stakeholders. A well-organized

team can go through a process of needs analysis, goal-setting, planning of education-
related activities, implementation of those activities, and ongoing monitoring and fine-
tuning.

0 This process borrows techniques from “continuous improvement” approaches to
organizational development. By going through a collaborative decision-making process, an

educational planning team can:

-- Ensure a high-quality, meaningful education initiative;

-- Develop skills and relationships which they can apply to other workplace needs.
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Guidelines for setting up and running an educational planning team

The Central Planning Team provided training and guidelines to each site, to help them get
their EPTs up and running. This section explains what the model recommended in terms of . . .

[0 Who should be on the team?

[0 What criteria do you use to select members?

[ How do you get them interested and negotiate their roles?
[0 What do you do with them in your first meeting?

[ How do you make sure that all members can participate
in @ meaningful, productive way?

[ Who will serve as leader?

Who should be on the team?

An educational planning team should have a mix of the stakeholder groups having an
interest in the workplace education effort. (We define "stakeholder” as an individual or
institution which is investing something [time, money, or other resources! in the education
effort and will expect something in return. Note that, in current organizational development
parlance, a "stakeholder” might also be termed a “customer” of the education effort.)

Stakeholders might include workers (both program participants and other workers), union
representatives, higher-level managers (production and human resource/training managers),
supervisors, and education providers. |f an outside funder like a state government is
involved, a representative of that funding agency might also be considered a stakeholder.

What criteria do you use to select members®
For a team to succeed, members need to meet the following criteria:

Interest (motivation)] Members need to see a value in the education effort and want it to
succeed. They need to see the EPT as a means of ensuring a successful education effort.

Time Members need to have a reasonable amount of time to give to the real work of the
team. Without it, work doesn't get done -- or is done by only a few members -- and the
team isn't really a team.

Expertise While members don't have to be trained as "team leaders" per se, they do
need certain kinds of knowledge and skills. For example, they need to know something
about the workplace itself and the workforce. They need to be able to perform such
functions as brainstorming, recording ideas, and organizing information. While some of
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these skills can be developed through special training, the work of the team will be sped
up if members already have at least a basic level of these skills when they join the team.

A mix of workplace roles and backgrounds As noted under "Who should be on the
team?" above, members should represent a range of workplace roles {jobs). They should
also be a representative mix of ethnic and linguistic groups, genders, ages, and abilities.

How do you get them interested and negotiate their roles¢

If you are an "outsider” {an education provider who will be coordinating the team's
efforts), you will likely have to rely on a few “inside” key contacts to help you identify
potential members for the team. Go over the above criteria with your key contacts and
identify some likely candidates.

Meet with those candidates and explain that you are looking for people who have the
time and interest to organize and oversee a workplace education effort. Explain the steps
that the team will go through. (See Chapter 1's review of the program components an EPT
would oversee.) Make it clear that members need to put some time into the team, but that
thﬁ exact responsibilities of members are flexible. It will be up to the team to decide who does
what.

What do you do with them in your first meeting?

When you get members together in your first meeting, you might briefly summarize for
them what you had told them individually. Better yet, ask members to tell you what they
anticipate the team will be about, based on the discussions they already had with you. Ask
them the following questions:

[0 At this initial stage, what do you think the purpose of the education planning team is@
[0 What do you understand the duties of members will be?
[0 What questions do you have about the team at this point?

Then present members with your own thoughts on these questions.

You might then go into some more depth about the "team concept” which you hope will
underlie your efforts. Rather than lecture them about the history and meaning of teams, first
get them to think about their own experience on teams, in groups, etc. This will give
everyone a clearer picture of "where people are coming from" and elicit questions they might
have about working in a team. To do so, ask them these kinds of questions:

1. What does “team” mean to you -- what have your experiences been working with
teams?

2. What are some advantages and disadvantages of working in-a team or group?

3. What is required to make a team work well?

4. How is the idea of “teamwork" now being used in this workplace?

5. How do you think the notion of “team” might be applied in a workplace education

7
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project?

Note the participants’ responses. This will serve as a record of the early thinking of team
members.

How do you make sure that all members can participate in @ meaningful, productive way?

The fact that someone joins a team doesn’t necessarily mean that he or she will
automatically feel comfortable and be able to be an active participant. Idedlly, all members
will be able to have a high degree of responsibility, control, and reward vis-a-vis the group’s
activities.

Some members, however, might lack some of the skills or the self-confidence needed to
participate in a team. In some cases, there might be a history in the organization of some
groups of employees not being empowered to do the kinds of things you now want them to
do: speak up, take risks, make decisions.

You need to - in a diplomatic way -- make it clear that all members should be encouraged
to participate actively. Make it clear that they can talk with you privately if they feel
inhibited from participating actively -- for any reason.

You also have to be sensitive to group dynamics and structure discussions so that all
members get an opportunity to speak. In multilingual workplaces, you might need an
interpreter or have members who aren't fluent in the dominant language form smaller groups
in which they can speak freely in their own tongues. You might have to limit the amount of
reading and writing tasks for members who don't feel comfortable with print. Members might
take turns preparing presentations or serving as recorder, so that all get a chance to play a
variety of roles.

In addition to structuring day-to-day team activities in ways to nurture full member
participation, you might also organize special events to instill a team identity and open
communications. You might, for example, arrange an informal lunch, picnic, or evening at the
ball game. Perhaps the company has an annual volleyball tournament and your team could
participate. You might, if resources permit, go to a special “team training” workshop or
retreat.

Just be sensitive to the fact that you will likely have to continually nurture a team identity
and infrastructure to enable members to participate fully. Don't expect members to
automatically begin operating as a cohesive unit just because you've gotten them to sit down
together and call themselves a "team.”

Who will serve as leader?

The role of leader -- or "facilitator” or "coordinator” -- of an educational planning team is a
vital one. This is the person who must do most of the "grunt” work of organizing meetings,
keeping track of records, writing reports.

In fact, the team might divide this work among several different people. The more the
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work of the team is shared, the more likely it is that members will take owneréhip for the
group. This will also reduce the likelihood that one person will burn out from overwork.

The leaderl(s) of the team must have all of the characteristics described above under
"What criteria do you use to select members2® Leaders must also have qualities like patience,
perseverance, an understanding of democratic principles and procedures, willingness to listen
and encourage good ideas, ability to communicate clearly, and ability to balance the many
interests represented in the group. Bookstores are full of *how to be a good leader” guides.
You might read a few of them.

Keep in mind that, for an educational planning team to work, good leaders are vital. The
leader is the person who drives the effort and keeps it on track. This is not easy and requires
a sustained, committed effort. Whoever takes on that role should think carefully about the
responsibilities entailed and prepare carefully to fulfill them.

How the CLCl sites interpreted their educational planning teams

Each of the CLCl sites interpreted the idea of a multi-stakeholder educational planning
team a bit differently. The teams varied in terms of their make-up, how involved members
got, and what they focused most of their attention on. These factors were, in turn,
determined by things which were in some cases beyond the education coordinator’s control
(e.g., a plant might be undergoing downsizing and, therefore, team members’ attention was
on matters other than education) and, in some cases, within the educator’s control (e.g., the
*marketing” skills of the education coordinator).

For example, when the education team at E.G.&G. Wright Products (an aerospace parts
manufacturer) was first set up in 1995, the team was composed of the coordinator, the
company’s human resource development manager, and representatives of various
departments. Over time, the make-up shifted to include more representatives of higher-
level management, including the managers of the business unit (i.e., the plant manager),the
quality unit, and the purchasing unit. Education coordinator Dianne Spang feels this was due
to management'’s recognition that the EPT was adding value to plant operations, an efficient
way of identifying and responding to priority needs in the plant. A “white board” tracking
system and “PIF" sheets were concrete results of the initial communications course run by the
EPT and were seen by management as concrete, useful products of the EPT and the program
overall. Because they saw the EPT and the education program as useful, EPT members met
monthly and looked at ways to use the federal grant to improve the company.

At the Albany International plant in Homer, site coordinator Paula Hayes worked with

management representative Linda Holland to organize an EPT in early 1995. The EPT carried |
out the workplace needs assessment (WNA)) described in Chapter 3. Based on the WNA,
the team spent the summer of 1995 developing a curriculum (described in Chapters 3 and 4).

The EPT became less active by fall 1996, however, due to three factors: (1) the EPT's
%
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primary focus -- organizing, carrying out, and acting on the WNA -- was completed by that
point; (2) the EPT’s key management representative, Linda Holland, was given a new position
which required her to focus more on production than human resource issues; and (3) workers
were less available to interact with the site coordinator due to increased production and due
to an accident which occurred in spring of that year. By 1997, the EPT was reduced to four
members, including the site coordinator.

When CLCl began in 1995, Eastman Kodak's Rochester facilities had for several years
been making the transition to a team-based, "high-performance” organizational model. Also,
the new company CEO was placing increased emphasis on employee training. The CLCI
program model was seen as a vehicle for helping the company meet those goals.

The education provider, Rochester City Schools (RCS), had for a number of years
provided various kinds of basic education services to Kodak employees. RCS staff thus were
able to build on the relationships and understanding of the company culture and its
educational needs which it had already established at the company. RCS and Kodak
representatives agreed to form a modified version of an educational planning team composed
primarily of RCS teachers and the training advisors from several company departments. This
team helped with the initial planning of the program and then met every two weeks to
monitor progress.

The make-up of the team changed over time but at various times included teachers, a
RCS administrator, training coordinators for three company units, and the human resources
director for the department within which the program was being carried out. These changes
came as the company shifted personnel into new jobs, but the EPT’s role in monitoring and
coordinating the program persisted. The EPT scheduled classes; strategized ideas for new
classes that could fit the business’ needs; tracked results for the company and for the external
evaluator; and addressed issues that arose within the classes or out on the floor.

In the initial EPT meetings, RCS staff explained to Kodak training staff the team problem-
solving model being developed under the grant. The company representatives considered
whether and how the grant’s problem-posing model fit with the company’s training needs and
concluded it did. Company representatives had already embarked on a team-oriented
continuous improvement initiative and saw how the problem-solving classes could serve that
effort. The EPT thus decided to go ahead and try the instructional model in problem-solving
classes for three “natural work teams” already existing in the facility. In their initial meetings
with RCS staff, the three classes leach from a separate work area) identified a number of
workplace problems to focus on.

The Kodak site did not carry out a formal workplace needs assessment in the way
proposed in the grant. It was later found that such a broader assessment might have helped
identify other educational needs and obstacles within the organization which could have been
factored into program planning.

RCS staff concluded that the EPT “was an essential tool to maintain customer focus and
workplace involvement.” RCS “absolutely” intends to continue to use EPTs because . . .
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... in circumstances where the business is focused on implementing significant changes
in human resource initiatives, and they understand the value of training as a vehicle
for successful initiation of the changes, an EPT is necessary. An EPT can predict
potential problems which may occur in the running of these classes, plus it can keep
the pulse of the environment so as to make changes when they are necessary.

The Delphi plant manufactures fuel injection systems for General Motors trucks. When
the CLCI project got underway in 1995, the plant was in the midst of creating a new product
line, with new work processes and new work teams. That line was to have volunteer
employees and require better communication and attention to quality. (GM told the plant it
would buy its fuel systems elsewhere if the plant didn’t meet quality standards.) The basic skills
program was seen as a tool for helping the plant make that shift.

Rochester City Schools (RCS) already had a history of working in this plant. Under this
new federal grant, RCS staff worked with an existing team which had been set up to
oversee the plant's transition to the new product line. That team had dlready gone through a
strategic planning process which resembled the CLCl model’s workplace needs assessment

rocess. Rather than undertake an entirely new WNA, the existing planning team in early

995 did a modified workplace needs assessment, reviewing the strategic plan which the
union-management team had dlready developed, to clarify where the CLC| problem-solving
curriculum might fit in. The EPT decided to focus the first round of instruction on helping
workers to perform statistical process control (SPC) calculations.

After those initial SPC classes were carried out (See Chapter 4.), RCS brought in a new
instructor in fall of 1995 to replace the original site coordinator, who had gone on maternity
leave. He was to work with another product line department, one which had worked
together for some time. This new coordinator, Tom Wager, redlized that he needed to
quickly get up to speed, to get to know the EPT and issues within the department, and to
clarify what to focus the next phase of services on. Tom and the EPT decided that he should
do a modified workplace needs assessment. (See Chapter 3.)

The EPT at the Albany International site in East Greenbush started off with a half dozen

members and then dwindled to two members who carried out most of the work. Other
members became less active due to changes in their job descriptions and an increased
production load. This reduction in active membership was considered appropriate in this site,
however, because while the larger team was needed initially to identify needs and get
stakeholder buy-in, it was felt that only a few people were needed to perform the nitty-
gritty tasks (of planning lessons, for example) which followed. Further, the coordinator
appreciated having the freedom of being able to work on her own as she, by trial and error,
tailored a curriculum relevant to the learners.

The down side of this was that there was not a ready-made audience for the coordinators
to communicate with as the problem-solving classes began to produce results. For example,

]
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the coordinators would have liked to have been able to give updates to an active, informed
EPT about what the workers were saying about communication problems within the company.

Lessons learned about educational planning teams

Of the seven project sites, six were successful in implementing the EPT concept. Based on
their experience, those six sites generally state their support of the concept, saying that it
was vital in helping the providers understand the interests and issues represented in the site,
and in involving stakeholders in supporting and participating in the program. (The seventh
site was essentially not ready to participate in the project and never really took the step of
setting up an EPT))

As described above, implementing the EPT concept meant different things in the six sites.
For example, the make-up of the teams and the roles members performed varied considerably
from site to site and even within individual sites over time. Most EPTs had members
representing several company departments and several job levels (white collar, blue collar).
Which departments, of course, depended on the company, its size, its needs, and in some
cases who was in charge of a particular department. (People have to have time, awareness,
and interest to be able to participate actively in an employee education initiative.)

At the end of the three years, site representatives gave the following feedback about
their experience with the EPT concept:

The value of access. One coordinator concluded that a key ingredient for a successful

workplace education program is “access to workers.” She says:

| discovered that | had a tremendous advantage at this company in being able to
wander freely through the building, sit in the break rooms, schedule brief meetings
with “students” during work hours, etc.

The EPT gave her access not only to representatives of the various stakeholder groups in
the company but to the “constituents” of those representatives out on the shop floor.

Personalities and power relationships. One coordinator felt that any group like an EPT
will likely have personalities and power relationships which an outside educator can’t
know about in advance and which could make or break support for the educational
program. The EPT, nonetheless, provides an opportunity for the educator to get to know
these people, the dynamics of decision-making in the organization, and issues which can
be woven into planning of the education initiative.

Potential conflicts within the aroup. The same coordinator recommends that any educator
entering a workplace should realize that consensus within an EPT is not a “given.” The
coordinator should be prepared to deal with conflicts, grievances, or lack of agreement
within a group composed of different organizational stakeholders. It is important that a
group, from the start, be up-front about potential obstacles to working together, so that
the educator and the group don't set themselves up for unnecessary frustration.
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EPTs as a forum for dealing with ‘sticky issues.” One coordinator found that, by opening

the classroom up to discussion of workplace problems, it was inevitable that groups would
identify Factors within the organization which undermine full worker participation in
organizational change. She wondered whether and how other EPTs have done anything
about those organizational obstacles if they have uncovered them.

Being consistent with how stakeholders view collaboration. One coordinator notes that it

was easy for her to use the EPT concept because her agency had historically always
emphasized collaboration with the companies and unions it worked with. Similarly, the
EPT model works best in an organizational context which encourages employee
participation in problem-solving.

The coordinator feels that, in the future, she will be more selective about what
kinds of companies she will try to use an EPT model with. For an EPT to work, a company
has to be willing to invest the time to make it work. If a collaborative approach is to be a
feature of future government-funded programs, she would make it a requirement and
negotiate it in her communications with sites. At the same time, an education provider
needs to be flexible and not force anything down a company's throat.

*Selling" the EPT concept. One coordinator felt that the EPT was very effective in terms
of generating interest and buy-in of all the right players in the plant. However, for an
EPT to work, all those players need to be ready and willing to participate fully in the EPT.
She feels that a coordinator needs to be able to “sell” the EPT concept to potential
members, as this is a new concept for most of them and they are likely to want to know
“what's in it for me2”
The coordinator recommends that *marketing your program” be included in
training given to workplace educators, to ensure that they know why and how to “sell”
the EPT and other concepts required for a good program.

Involvement of w leaders is particularly important as a way of helping them to
understand and support the program. One coordinator cited two work team leaders who
were involved in the program’s planning and early activities from the start. Those two
were positively impressed by the program’s impact on opening up communication channels
and subsequently helped to transfer this group-learning process to how their teams
operate out on the floor.

In one site, a new manager showed real interest in the program by writing letters
of encouragement to participants. In another case, company managers bought into the
problem-solving curriculum model and paid attention to the reports which the learners
generated in their classes.

Funds and flexibility. One coordinator stated that it is also vital that a coordinator have
enough funds and flexibility to cover the upfront preparations which this model requires.
Decision makers need to understand that a good program typically can't be started
immediately, from scratch, without adequate preparations.
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CHAPTER 3

Workplace Needs Assessment
(WNA)

As shown in Chapter 1in the list of components of the CLCl model, a workplace needs
assessment (WNA) is the first major activity which an educational planning team should
undertake.

This Chapter (a) presents the "what, why, who, and how" of the workplace needs
assessment process, (b) summarizes how the WNA was interpreted in our project sites, and (c)
discusses lessons learned about workplace needs assessments.

For more-in-depth guidance about the WNA, the reader is referred to Collaborative

Needs Assessment: A Handbook for Workplace Development Planners by Sue Folinsbee and

Paul Jurmo. For more information about how the project sites used WNAs, see the project
evaluation documents. (See the References cited in Chapter 8.)

The “*what, why, who, and how" of workplace needs assessment

To help the site educational planning teams prepare to conduct workplace needs
assessments, the Central Planning Team presented the EPTs with the following information in
workshops and written documents in the early months of the project:

What is a WNAZ2

i A wc(:lrkploce needs assessment (WNA) is a systematic way of identifying workplace basic
skills needs.

It identifies those organizational needs that might be met through educational activities
and those that need to be addressed through other changes in organizational policies and
practices.

In particular, it documents where basic skills-related activities are needed.
Why do a WNA?2
By specifying a range of educational, training, and other organizational development

activities which an organization might undertake, a WINA ensures that redlistic expectations
are set for educational activities.
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Rather than assume that a single basic skills or other activity can by itself meet all of an
organization’s needs, stakeholders will have a clearer picture of what role education can
reasonably play.

A WNA can also identify organizational needs which can become topics for basic skills
and other education and training activities.

A WNA can also build awareness, ownership, and support for an educational initiative
among all levels of the workforce.

Who would conduct it2

A WNA would be the first major activity conducted by an organization’s educationdl
planning team. Such a team would oversee not only the WNA but all other components of
the education program and related organizational development activities. This team would be
composed of representatives of key stakeholder groups: workers, managers and supervisors,
unions, and education providers. (See Chapter 2 for more about the responsibilities and
make-up of the educational planning team.)

How do a WNA? (What steps are involved?®)
To plan and conduct a WNA, an educational planning team should:

1. Develop a goal stat: gment for the WNA. Clarify what the team hopes to achieve by
conducting a WNA. (See "Why do a WNA2® above for possible purposes.)

2. Clarify what information the team wants to collect. Typically a WINA tries to answer

these kinds of questions:

. What are the company’s goals in terms of improving workplace operations?
What do workers hope to achieve in terms of their career development?

2. What changes have occurred within the company in recent years?

a. How have products and work processes changed?

b. How has equipment changed?

c. What if any new safety or industry regulations is the organization
responding to?

d. How has the make-up of the workforce changed?

3. What factors linside the company and outside it) currently block or support
progress toward the company’s and workers’ goals?

4. To what degree and in what ways are employees’ basic skills a positive or
negative factor?

a. Do employees need to upgrade their communication, thinking, and
problem-solving skills to respond to those changes? If so, give examples of
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areas in which employees appear to be having problems.
b. Do employees recognize these as problems, or is this primarily a
management-level concern?

5. What is the organization currently doing to help employees respond to the

cﬁa//enges they face? What are employees themselves doing to respond to these
changes?

6. In particular, might basic skills-related activities help the company and workers

meet their improvement goals?

iaht basic skills-related activities be integrated with other improvement
initiatives which the company and workers are involved in?

3. Dacide where you'l information and design in jon-gathering activities.
WNAs typically use interviews, focus groups, and possibly questionnaires to collect the
information they need from a representative sampling of the various stakeholders
represented in the organization (and on the education planning team. Information might
also be gleaned from documents le.g., annual reports, strategic plans, and education and
training records) and through observation of workplace and education/training activities.
Help the team decide how it will collect the desired information from those sources. Field-
test your activities and refine them.

ation need using ivities lesigned.

5. Organize and summarize the information collected.

6. Analyze that information and prepare a report with recommendations.

7. Present your report and agree on actions to take.

8. Prepare an action plan an w ensure that actions are taken.

How does a WNA differ from other types of assessments done in workplace education
programs@ :

Until recently, assessment in workplace basic skills programs has tended to follow a model
developed in school settings. In this academic model, assessment focuses solely on the
individual and tries to determine the individual's ability to perform certain tasks.

More recently, workplace educators have used “literacy task analysis” la “literacy audit’)
to analyze the basic skills requirements of particular job tasks and then assess whether
workers could meet those skill requirements.

A WNA broadens the focus of assessment to include the organization within which the
individual {in this case the worker-participant) operates. A WNA assumes that a healthy
organization requires continuous improvement (change) by not only individual employees but
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also by other stakeholders in the larger organization.

A WNA is a procedure for assessing the organization’s ability (readiness) to effectively
use the knowledge and skills of its workforce. When combined with assessment of individual
workers’ abilities, a WNA can give a comprehensive picture of what the organization and
the individual workers need to do to meet their goals for continuous improvement.

How the CLC sites interpreted workplace needs assessment

Four of the project sites conducted fairly extensive WNAs. Two others felt that they
already had a good sense of what the companies and workers needed based on previous
strategic planning carried out in the companies and on the education providers’ prior
experience working in the sites.

Here is a summary of how the sites used the WNA methodology:

0 At Albany International’s East Greenbush plant, the coordinator worked with her EPT

to conduct an extensive WNA. The coordinator conducted many site visits, interviews,
focus groups, observations, and reviews of documents. She relied in particular on the
input and insights of a human resources manager who had a special interest in what it
takes to shift an organization into a "high performance” mode. The WNA report
identified "communications” as a focal point for the first round of learning activities. The
process showed that the plant was, like many others, struggling with the question of how
to continue its shift toward a “quality team" environment. Stakeholders saw the CLCI
program as a tool for helping the organization to resolve that question.

0 The site coordinator at the Albany International plant in Homer made many visits --

often during early morning hours -- to the plant and talked with individual workers when
they could spare a few minutes on the shop floor. The resulting WNA report indicated
that the company initially wanted to focus on helping extrusion machine operators
.understand where paperwork fits into the production process and to deal with particular
paperwork tasks required in their jobs. The paperwork allowed workers to document
noncomforming products and problems which lead to defects. The paperwork was a
combination of narrative descriptions, checklists, and computations filled out by workers.
The company also wanted the education program to help improve teamwork,
communications, and problem solving among workers. The EPT anticipated that additional
needs would emerge once instruction around the above objectives got underway.

0 At the Albany International plant in Menands, the site coordinator worked with the
plant’s EPT to conduct a WNA in early 1995. It showed that the plant’s workforce
consisted of experienced workers with strong technical skills and a high qudlity ethic but
many lacked sufficient "softer” skills required in a team environment. The WNA thus
indicated a need for educational activities which helped employees better work in teams,
communicate, and solve problems.
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When employees were asked what workplace problem(s) a communications and
team problem-solving program might focus on, they responded that many workers were
having trouble understanding the company’s financial benefits package. The focus for the
first round of instruction thus used the company's insurance and retirement benefits
package both to teach reading, writing, math, and problem-identification and -solving
techniques, and to provide opportunities to practice proactive teaming skills such as
listening and negotiating.

Put another way, the program was to help workers develop the skills they need
to be problem solvers and process improvers.

0 When the program began at the Delphi plant in Rochester, the EPT did not conduct a
formal WNA per se. The team felt that they already had a good grasp of what basic
education-related activities were needed because of previous strategic planning activities
and because the education provider had a considerable first-hand knowledge of the plant
from earlier education programs they had provided there. Based on this prior needs
analysis and experience, the EPT agreed that, in the first round of educational activities,
the program should focus on math skills needed to carry out statistical process control

{(SPC) functions.

As that SPC course wound down, another instructor joined the program. He was
to work with another product line department, one which had worked together for some
time. As a newcomer working with a department which hadn't previously been involved
in this federal project, the instructor and the EPT decided that he should do a modified
WNA to determine what needs to focus on in his curriculum. The WNA indicated that
the next phase of instruction should help work teams to be more autonomous by
enhancing the teams’ problem-solving and team-building capacities.

Workers indicated that they didn't simply want “another class” which would teach
them things they never applied in reality. It was agreed, instead, to structure learning
activities as problem-solving teams whose members would identify a problem and use a
problem-solving method to analyze and then solve real problems the workers faced.
Further discussions identified several technical and communications problems, including one
with continual rejects which had stymied plant engineers and another of constant re-
checking which wasted employee time.

0 At the E.G.&G. Wright plant, the coordinator attended corporate training sessions as a
participant-observer. She thereby familiarized herself with the issues the company and
workers were dealing with, to ensure that her instruction would meet real needs. Among
other things, she found that shop-floor personnel weren't getting access to team-related
training that higher-level employees were. She concluded that the initial round of
instruction should focus on "listening and reflective response,” tying the program in with
the company’s interest in conflict resolution. This process also showed that many in the
company wanted introductory computer-related training, to enable all workers to handle
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the plant’s computerized information system. The EPT decided to conduct such training in
the second year of the program.

Lessons learned about workplace needs assessment

[he WNA's potential. The coordinator at the Albany International site in East Greenbush
stated that she “loved the WNA and wouldn't change it at dll. It's a valuable orientation for
everyone,” especially for an outsider like an education consultant. It “gives background and
context and it really does integrate the program into the social context of the organization
and clarifies the readiness of the organization to change.”

In the words of the coordinator at the Albany International plant in Menands, the WNA
was “great.” She feels it was important, as it gave her a chance to get to know individuals
she would eventually work with. She learned a lot by going out on the floor and spending
time with them.

The same coordinator said that she intends to use the WNA process in future workplace
education situations. She described the benefits of the WNA concept as follows:

Designing the WINA within an EPT setting causes the group to work toward a
greater commonality of focus. The first steps toward resolution of any problem are

(1) recognition that there is a problem and (2) definition of the problem. Administering
the WNA in a safe, small-group setting prompts further discussion resulting in
additional information which can be brought back to the EPT. In some instances, the
initial problem which the EPT saw as most significant and/or urgent was not the issue
which the class perceived as most significant and/or urgent.

The coordinator at E.G.&G. Wright also felt that the WNA was very useful. It helped
her “get a handle on the culture of the company. As a trainer, you need this to be able to
respond to their needs.”

[he importance of trust. The coordinator at E.G.&G. Wright emphasized that trust is vital if
informants are going to give accurate, truthful feedback in a WNA. This trust can be
increased by having the coordinator do an upfront explanation to employees of the purposes
and guidelines for the WNA before embarking on it. '

Obstacles to conducting a WNA  Site coordinators cited several potential obstacles which

those interested in using a WNA should be aware of:

Time constraints: One coordinator acknowledges that many educators might not be
comfortable putting in the amount of time that an extensive WINA requires. This lack
of comfort might be due to limited time le.g., getting out on the shop floor at 5:00
a.m.) or a lack of familiarity with the factory environment or blue-collar populations.
Nonetheless, the coordinator feels that, though time consuming, individual interviews
are a very valuable way to collect information and, at the same time, develop a
relationship with workers.

She says that, for this approach to needs assessment to work, educators
need support from both the company and from their own educational institutions.
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Educators need to be given the time, trust, and flexible work schedule to allow them
to be on the worksite at odd hours and to do the customized, just-in-time curriculum
development work and instruction which a good program requires.

Sexism: One problem encountered in conducting a WNA by a woman site
coordinator was the fact that “it's a man’s world over there” and that a woman like
herself would tend to find it hard to communicate and be taken seriously.

Need to be efficient with available resources. One coordinator says that it also helps to

have had a history of working with companies and to build on the relationships and
knowledge already exisiting. Otherwise, an outsider must take a lot of time developing trust
and identifying whom to work with.

She would also make future WNAs more concise and focused, to avoid redundancy and
to save time She recommends that an EPT continually update or “revisit” its original WINA
from time to time, to re-build the EPT and to keep focused on learning needs as they emerge.

The coordinator at E.G.&G. Wright reported that, due to time constraints, she might do
more focus groups and fewer one-to-one interviews when conducting WNAGs in the future.
She might also send out print questionnaires or electronic versions, where feasible.

The importance of the EPT. The coordinator at E.G.&G. Wright said that the EPT was vital
in making the WNA work, as it identified the questions to ask and then helped carry out the
survey and confirmed the relevance of the WNA's findings. The EPT provided a forum in
which employees and managers both agreed on the same learning needs.

Other challenges. The coordinator at Albany International in Menands noted a number of
challenges. She says that deciding what questions to ask and how to word those questions
can be difficult. Administering the WNA is “time and money not spent teaching.” And
“responses may vary widely from unit to unit and shift to shift, reflecting vastly different
cultures within the same facility, thus making generalized conclusions impossible.” EPTs need
to acknowledge these challenges and be prepared to deal with them. The coordinator says:

"I believe it's important to have an informed team -- an EPT for example -- to
formulate the initial questions, since the direction and the wording of the questions will
significantly impact the information returned as a result of the WINA. If the focus is
off base, or if the questions are slanted or loaded, the WINA can become almost
useless, or even worse, a tool of the administration lor any other single stakeholder
group) to support limposel its point of view.”
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CHAPIER 4

Curriculum:
Providing Multiple Learning Opportunities

After conducting a workplace needs assessment, an educational planning team can
proceed with planning the various basic-skills-related activities which will help meet the learning
objectives identified in the WNA.. The team should also develop a plan and tools for individual
assessment and program evaluation. (See Chapters 5 and 6.)

All of these preparations should go on more or less simultaneously, before instruction and
related activities get fully underway. This chapter will focus on instructional activities or the
“curriculum” used in the CLCl sites. As in other chapters, we will here (a) summarize the
curriculum guidelines which the CPT presented to the sites, (b) describe how the sites interpreted
those guidelines, and {c) discuss lessons learned from our experience with curriculum.

The curriculum guidelines developed by the Central Planning Team

In the initial months of the project, the CPT presented a number of concepts to
repesentatives from the EPTs during staff training workshops and in a number of handouts. The
CPT hoped that the EPTs would “run” with those concepts and tailor them to the creation of
curricula which responded to the learning needs identified in their WNA:s.

Here are the key concepts which sites were asked to work with:
"Curriculum”; A working definition

We consider curriculum development as more than merely pulling together a
collection of workbooks and job-related materials and “teaching” them. It is a more-
comprehensive process. This is our working definition of "curriculum™:

‘Curriculum" is an ongoing procaess of identifying learning objectives, designing activities
to help achieve those objectives, and then implementing and continually improving

those learning activities.

Roots of our curriculum model

This "Collaborative Learning for Continuous Improvement” approach to workplace
education has been influenced by concepts from the worlds of organizational
development, adult education, evaluation, and elsewhere. These concepts include:
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om organizational development

The learning organization:
From Peter Senge: :

8 ‘Learning has very little do do with taking in information.” Rather,
learning is “creating and building the capacity to create that which you previously
couldn't create.”

[ *Team learning is vital because teams, not individuals, are the
fundamental learning unit in modern organizations.®

[0 *The discipline of team learning starts with ‘dialogue,” the capacity of
member of a team to suspend assumptions and enter into a genuine ‘thinking
together”.”

[0 °A learning organization is a place where people are continually
discovering how they create their reality. And how they can change it."

0 °In a learning organization, there is a special spirit of an enterprise made
up of learners."

TQM and continuous improvement

A way of viewing work which challenges all involved in an organization to
continually question "Whom are we trying to serve? What do they need? What
do we need to do to ensure that their needs are met2"

High performance organization
An organization which:

[ follows a continuous improvement ethic to produce high-quality services
and products which meet customer needs.

0 provides the necessary supports to all employees li.e., a high quality of
work lifel to enable them to produce high quality services and products.

From adult education lespecially literacy and workplace education)

Contextualized learning

A concept from research on how people learn. Holds that learners best develop
skills and knowledge by applying what they already know to meaningful tasks.
Through such practice, learners gradually develop their own strategies for
accomplishing those tasks (i.e., they "master” those tasks). :

Metacognition

A process of improving performance in any skill area through thoughtful practice.
The learner reflects on what she already knows about a particular task, practices
applying one or more skills to that task, reflects on her performance, and refines
her strategies for future use.

Whole language
A concept from psycholinguistics which argues that thinking, reading, writing, and

oral skills are closely related psycholinguistic processes and should be developed
simultaneously in integrated, natural, meaningful, applied learning activities.
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Participatory education
The notion that adult learners see learning as more meaningful and invest
themselves more in the learning process when activities are structured to give them

responsibility, control, and reward for what goes on in an educational program.

Elements to be factored into the curriculum

Problem-posing -

A participatory method in which learners identify problems/ issues/concerns which
they face, analyze the causes of those problems, and then develop strategies for
responding to those problems.

Collaborative learning and decision-making

A notion developed in workplace education programs which holds that, for
stakeholders leg., managers, supervisors, union representatives, learners, educators)
to support and benefit from an education program, they need to have active roles in
planning, implementing, monitoring, and improving the program.

SCANS

A U.S. Department of Labor listing of five competencies which all U.S. workers should
have: resources leffective use of resources), interpersonal (working with others),
information (finding and using it), systems (understanding complex relationships), and
technology (uses a variety of technologies). Underlying these five competencies are a
range of “foundation skills” (basic language and math skills, thinking skills, and personal
qualities), as well. This pushes -- and allows -- workplace education programs to go
beyond focusing only on a few discrete -- and often disconnected -- reading, writing,
and or math tasks. SCANS better reflects the complex demands actually put on
workers in the emerging U.S. workplace.

Portfolio assessment

An approach to identifying, documenting, and reporting what learners need and
want to learn, progress toward those learning goals, and what needs to be done to
further help the learner succeed. Portfolios tend to include real-world (*authentic”)
artifacts (such as sample writings, projects created by the learner, etc.) which
demonstrate what learners can do rather than standardized tests. Portfolio
assessment is seen as a vehicle for helping the learner to take more responsiblity for
reflecting on his or her learning. This is in contrast to more conventional assessment
which keeps control of assessment and learning more in the hands of the teacher.

Learners in a workplace education program can use portfolios to store evidence of
how they are using basic skills to deal with real tasks they face in their lives as workers
(and possibly in their lives outside work, too). Such evidence can be more meaningful
to workers and employers than standardized test scores.

What constitutes good practice: Our assumptions

We borrowed from these concepts and wove them together to produce an
approach to curriculum based on the following assumptions about what constitutes good
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practice:

[ For an employee basic skills initiative to have lasting impact, it cannot “stand alone."
It must, rather, be integrated systematically with other education, training, and
organizational development activities to enable learners to apply what they are
learning to the continuous improvement of the organization and their own personal
situations.

[l Stakeholders in the host organization must have a common vision of the role of a
basic skills program in the larger process of organizational improvement. They must
commit themselves to actively participating in the planning and continuous
improvement of the education program. They must see themselves as “learners” who
will themselves take the time to develop the knowledge and skills needed to make
such an integrated approach to basic skills education work.

[ In practical terms, all stakeholders would participate in a variety of well-planned
activities in which they draw on their existing knowledge and skills and apply them to
particular continuous improvement tasks.

+ In the case of the site-level education planning team, members will set goals,
develop knowledge and skills they need to support the program, help design the
program, help implement educational and related activities, and continually monitor
progress and improve the program.

+ In the basic skills and related educational activities at the “classroom” level,
learners and facilitators/instructors will similarly set learning objectives, develop
knowledge and basic skills in the context of posing problems and developing action
plans for resolving those problems, and continually improve the education
program.

+ Education staff will similarly work at the site level and across sites with other
education staff and state-level resource persons to set goals, develop knowledge
and skills they need to do the job, develop strategies and tools, and refine the
overall program and activities at the site level.

0 In such a model, all stakeholders at all levels adopt a similar "collaborative learning for
continuous improvement” ethic and procedures. They thereby continually test the
model and see how it can be adapted and refined at the site level. The basic skills
program "thus becomes a vehicle for all stakeholders to develop their own knowledge
and skills related to continuous improvment and, in so doing, develop learning

organizations within the institutions they work in.
How the sites interpreted curriculum

As with other components of the CLCl model, the above curriculum guidelines were
interpreted differently from site to site. Some sites chose to focus primarily on “problem-
posing” (i.e., helping learners to identify workplace problems and then map out solutions for
them, while also developing various “basic skills”). Other sites focused more on particular
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issues like “improving communications,” “math,” “introduction to computers,” or “understanding

how to use the company’s benefits package.”

Whatever the exact focal point of instruction, “problem-posing”and “problem-solving” were
in most cases woven into the curricula used at the sites. Within the CPT, there was initially
some colleaguial tension about how much to require the sites to focus on “teaching the
problem-posing/problem-solving method” versus encouraging sites to respond to whatever
learning needs emerged from their workplace needs assessments. In effect, the CPT redlized
that there was both a value in focusing on problem-solving as a SCANS competency while
also being true to the workplace needs assessment process which they had been asked to
use.

The CPT eventually compromised and agreed to encourage the sites to provide instruction
which responded to whatever basic skills needs were indentified in the WNAs, but to put
special emphasis on incorporating problem-solving techniques wherever appropriate.

This section describes how the sites interpreted these curriculum guidelines.

Problem-solving at Eastman Kodok
The content and formats used in the curriculum

The classes at Kodak merged the CLCl's version of a problem-posing model with
Kodak's own internal problem-solving process which, in turn, drew heavily on the
problem-solving model developed at Cornell University. The Kodak classes were to
analyze the causes and possible solutions for various problems and develop action plans to
present to the EPT and management representatives. '

In one class, learners dealt with the question of whether and how workers can be
rotated to different jobs. The team concluded that women were often not able to handle
some of the heavier jobs historically assigned to men, and they recommended a way to
ensure that workers were only rotated into jobs they could handle rather than to expect
every worker to be able to handle e